Introduction
transition the different stages of their career (e.g., from development to mastery/perfection We use this term to refer to any form of player development centre on the girls' soccer talent pathway in the UK (e.g., Centre of Excellence). Commission, 2012) . Considered alongside the aforementioned growth and development of 1 female football in the UK, this suggests that greater understanding of talent development and 2 career transitions of female players in the UK may serve to facilitate the balance of players' 3 dual careers and, thus, help to keep talented young players in both their soccer and 4 educational systems. Despite this, little scholarly attention has been paid to these factors in 5 female soccer players (McCormack & Walseth, 2013) . This is an important consideration for 6 the body of research given that it further demonstrates historically reported trends that female 7 athletes in general are typically under-represented in sport psychology literature (e.g., 8 Conroy, Kaye, & Schantz, 2008) ; that female and male athletes will typically have 9 qualitatively different developmental experiences (e.g., Gill, 2001); and in order to extend 10 culturally specific understanding, marginalised groups of athletes (such as female soccer 11 players) need to be more visible in dual career research (e.g., Stambulova & Ryba, 2013; 12 2014).
13
With this lack of gender-specific understanding in-mind, Gledhill and Harwood
14
(2014) sought to examine the developmental experiences of elite UK female youth soccer 15 players. Using interviews and fieldwork, they highlighted the meaning attached by elite 16 female soccer players to important psychosocial factors such as support from parents, 17 siblings, soccer friends, non-soccer friends and how they impacted on important 18 developmental factors such as leading a disciplined lifestyle. Moreover, self-regulation and 19 adaptive volitional behaviours were identified as key intra-individual competencies that are 20 central to talent development and career transitions in female soccer players. Finally, using 21 their composite sequence analysis approach, Gledhill and Harwood were able to sequentially 22 structure these developmental experiences which provided a more plausible and 23 developmental understanding of how the different factors associated with talent development 24 changed over time, with the key benefit being that this could then serve to provide applied practitioners with age-and gender-specific advice about important social agents that can 1 positively impact on the development of female soccer players. Despite this, their work was 2 limited by a small and homogenous sample of elite female youth soccer players, which 3 creates the questions of how these research findings inform our understanding of those soccer 4 players who have not favourably transitioned from the development to the mastery stage of 5 their career and highlights a need for a wider range of viewpoints from which researchers can 6 glean a more holistic perspective. 7 Whilst existing soccer literature allows for inferences to be made about dual careers in 8 soccer, most of these are underpinned by literature examining talent development in soccer 9 and then subsequently extrapolating these findings in to the wider context of career Yperen, 2009) and examining the views of those tasked with developing male soccer players 13 to an elite level (e.g., Morgan, McKenna, & Nicholls, 2014) in order to suggest qualities that 14 will facilitate normative career transitions in soccer. Frequently, literature has provided 15 confirmatory findings that support the notion of important player-level assets (e.g., resilience, 16 self-regulation) and/or socio-environmental factors (e.g., parental, peer or sibling support) 17 that may positively influence talent development. Collectively, these factors can be 18 conceptually linked with developmental stages offered in non-soccer specific athlete 19 transitions models (e.g., Stambulova, 2003; Wylleman & Lavallee, 2004 ) to allow 20 scholars to understand how players may make successful career transitions. However, given 21 the significant level-bias towards elite youth or adult soccer players, it is difficult to 22 understand the differences between those who do make it and those that don't make it in 23 female soccer. Therefore, to extend current understanding about the complexity of the 24 developmental experiences of female soccer players in the UK from a more holistic perspective, research that examines experiences of lower level players or less-successful 1 players is warranted. One way to address this gap is to adopt a negative case analysis 2 approach (NCA; Denzin, 1989) with female soccer players.
3
Negative cases have been rarely used in sport psychology literature despite being a 4 well-established strategy for revising and extending existing levels of understanding (Holt & 5 Mitchell, 2006) . A proposed benefit of the NCA approach is the potential for it to encourage 6 researchers to question pre-existing assumptions about a phenomenon (Patton, 2002 ) with a 7 view to broadening understanding and encouraging change where required. For this reason; 8 we argue that a better understanding of the developmental experiences of female players who 9 have not advanced to the highest levels of female soccer in the UK (despite having 10 experienced a female talent development pathway) will extend existing sport psychology 11 literature as it provides the opportunity to produce a grounded theory of talent development 12 and career transitions in female youth soccer. contextually sensitive to the experiences of UK female soccer players. Moreover, existing 16 literature on dual careers (e.g., Stambulova & Ryba, 2014) 
11
Grounded theory methodology and methodological congruence 12 Grounded theory was most useful in this instance where we aimed to generate a understanding of peoples' everyday lives, whilst also leading to discussion and debate which 22 can further develop understanding. This mode of concept generation is consistent with our 23 rationale for the adoption of a NCA-based study. Therefore, the selected variant of grounded theory was consistent with the philosophical underpinning and aims of our study, thus 1 demonstrating methodological congruence (Mayan, 2009 
Sampling and participants

13
Purposive sampling (Patton, 2002) was initially adopted as grounded theory research begins 14 by recruiting participants who are presumed to be able to provide data that will best address 15 the research problem. Accordingly, after gaining ethical approval from a UK-based 16 University, participants were invited to take part in a study about women's soccer and were 17 told that the over-arching aim was to provide recommendations for enhancing the chances 18 that female soccer players would have a successful career within soccer. We sampled 13 19 female participants (M age = 19.61 ± 1.19) who were initially retrospectively interviewed 20 about their experiences as a developing female soccer player. They had accessed player 21 development centre coaching for between 3-7 years (M = 4.62 years ± 1.85) prior to 22 withdrawing from competitive soccer. The mean time since withdrawal from soccer ranged 23 from 1-4 years (M=2.28 ± 0.9). Inclusion criteria were that participants were (former) female 24 soccer players aged 18 or over (this is normally the age that access to player development centre coaching at a local or regional level ceases) who have experienced a player 1 development centre programme but not progressed into either Women's Premier League, 2 Women's Super League, or international teams at either age-group or senior international 3 level. All participants in the study had successfully transitioned through compulsory 4 education and post-compulsory (16-19 years old) education in the UK. Nine of the 13 players 5 in the study were working towards a higher education qualification at the time of the first 6 interview and two had successfully completed a higher education qualification at the time of 7 the first interview. Players were questioned about their experiences of growing up as a female soccer player 14 (e.g., Can you talk to me about what it was like growing up as a girl that was good at soccer?;
15
What challenges did you face as a female soccer player?); Peer-relationships (e.g., Did / How emerged that led to the theoretical sampling of additional social agents who were deemed to 5 have influenced the players' developmental trajectory (see Fig.1 ). As emerged relating to the 6 player-coach dyad and role strain, we sequentially sampled the following: Former coaches of 7 the players (N=4; male = 3, female = 1), the best friend (N=13; female = 13) and former 8 teachers (N=8; male = 6, female = 2).
9
Coaches were qualified to UEFA 'B' (n=3) and UEFA 'A' (n=1) license level,
10
coaching experience ranged from 6 -24 years, and all coaches had experience of coaching we then discussed the coaches' behaviours in a more general manner (e.g. "Can you tell me 20 how you try to engage a broad range of abilities in single coaching sessions?"), followed by 21 progressing the interview on to more specific aspects that the players had raised (e.g. "Have you ever witnessed times when players have been given preferential treatment by coaches Finally, the interviews progressed on to more specific issues presented during the player 1 interviews (e.g. "How do you try to support talented young soccer players to reconcile their 2 roles as student-athletes?"). Interviews with teachers lasted 37 -52 minutes. Data analysis and methodological rigor 9 We engaged in iterative data analysis with a view to achieving an adequate level of 
Results
13
The processes outlined in the method led to the development of a substantive grounded Player, teacher and parent interactions, and role strain 9 Between the ages of 13-15 years, it was clear that normative behaviours in the 10 players' social circle pointed towards more of an 'adult' lifestyle which players were drawn 11 in to. By 15 years old, many of the players in our study had started to place greater value on 12 their 'normal teenage' identity as opposed to their 'soccer' identity. This was primarily due to engendered or enforced the 'student' role identity of the players, often drawing on parents to reinforce this. As such, it was during this age that players further developed their non-soccer 1 role identity, despite them still being actively involved in soccer.
2 From 16-18 years, players were socialized further still into non-soccer role identities, 3 despite many of them wanting to -at 16 -still focus attention on playing football.
4
Specifically, players cited teachers discussing that "girls can't be professional soccer players 5 yet as there isn't a structure for it" (Jemima), parents invariably supporting the standpoint of 6 teachers and prioritizing education over soccer, and, in some cases, coaches emphasizing the Yes, I would love for them all to make it because that is their passion, but I know that 23 most of them won't so I have to meet that demand for them as well, as much as they 24 don't like it sometimes." (Michaela).
Jack (a teacher) demonstrated a different perspective that highlights the role demand of 1 teachers and the impact of institutional demands on teachers' decision making: 2 "It's great that we have some talented student-athletes. Good for the marketing for need to make sure that the end result for them, and me, isn't a fail statistic. If soccer 7 has to go for me to ensure that, then so be it." 8 Player, non-soccer peer and sibling interactions, social competence, and role strain 9 The following passages provide evidence of the female players' inability to manage 'don't do this, don't do that'; no way was that for me!" but I didn't, I'm quite easily led in a way and I just wanted to be like everybody Melanie: "I think my best memory is a house party at mine when we were about 13. My parents weren't there so we had loads of friends round and raided the spirits 10 cabinet. We did not feel well after that! Then I remember the first time we went into 11 town together. We were about 16 and because we were bigger than a lot of people our 12 age, we could get in everywhere, but Bryony's big sister came with us just in case 13 [laughs]. We thought that if we had some older people with us it would make it easier 14 to get in places." Coaches and players in our study reported coach level behaviours that players 8 perceived as inequality of opportunity, thus threatening a player's psychological wellbeing.
9
Players referred to this perceived inequality of opportunity as coaches having 'favourites' 10 within the team. These favourites were perceived to be the youth international or regular first- Some of the players in the study that had been highlighted as 'better' players by their 7 coaches reported a lack of concern about their lifestyle choices at the time because they knew 8 they were technically more competent than their counterparts. Melissa: "I knew I was better than a lot of the other players so wasn't too worried and I knew that the coaches wouldn't say anything to me" that for a few of us because we were better players so the coaches gave us a bit more 22 leeway than some of the players that weren't as good" would tell her frequently "you need to be more confident", but did not offer any advice about 10 how she may develop this confidence, nor did he ever explain to her why he felt she lacked 11 confidence beyond saying she was quiet. Similarly, Bryony commented how her coach told her "you need to be less scared when you're a goalkeeper" but was unable to support her 13 development, telling her "it is something that will come to you eventually". Michael 14 articulated some of the problems facing coaches in girls' soccer:
15 "I think a key problem is that we don't have the expertise, is that the right word? Yes 16 expertise or probably the knowledge…to be able to provide everything the girls need. you are going to doubt yourself; aren't you? "
7
Perceptions of football career opportunities and player-teacher interactions 8 There was a perceived lack of career opportunities in the UK. Lizzie articulated the lack of As a result, players felt a sense of role ambiguity when questioned by significant social 17 agents (e.g., teachers) why they might prioritise soccer. As players were unable to cite any 18 tangible reasons other than enjoyment or social interaction, teachers would often go through 19 an informal process of cognitive reframing that encouraged student-players to ascribe greater 20 value to their 'student' role rather than their 'soccer player' role. Often this was achieved 21 through emphasizing the importance of education for long-term career planning, economic 22 stability and quality of life. As a result of these interactions, the role identity and value with 22 Three key proposals are represented in the grounded theory of talent development 23 and career transitions in female soccer (Fig.2) . Prior to these proposals and in keeping with need to adaptively interact to produce an optimal talent development learning environment 7 (TDLE). As a parallel process, optimal bi-directional interactions need to take place between 8 players and siblings, and between players and peers both in soccer and out of soccer. Players, 9 coaches, teachers and parents require optimal interactions in order to lay the foundation for 10 manageable, effective participation in a talent development programme for female soccer 11 players. This is in order to facilitate access to a talent development programme and, thus, because of educational under-performance), the player level outcome will be a reduction in 22 the likelihood that they will progress to an elite level in soccer, but may enhance their career 23 development in other areas (e.g., progressing their education career).
Theoretical proposals
The second key proposal (Boxes 3 and 4; Fig 2) is that the optimal multi-agential 1 interactions cited above will result in a perceived need supportive talent development 2 environment (STDE). We define a STDE as an environment where players perceive they 3 have sufficient access to football specific advice and guidance; they will have opportunities 4 to develop; will be faced with realistic expectations and functionally relevant challenges from 5 their coaches, soccer-peers and teachers; they will have access to appropriate lifestyle 6 management resources; and they will be able to develop strategies to manage role strain. The 7 cumulative outcome of this supportive environment will be effective player-level role strain 8 management. Through being in a STDE, players will have more chance to develop key intra-9 individual psychosocial assets (e.g., self-regulation), will experience enhanced psychological 10 wellbeing, and will display more adaptive psycho-behavioural characteristics (e.g., training 11 and rehabilitation adherence, volitional reflective behaviours, and lifestyle management).
12
The final proposal (Box 5 ; Fig 2) is that for talent development and successful career 13 transitions to continue throughout a player's senior career, the factors cited above must 14 continue to function in a cyclic nature where internal and external resources adapt to reflect 15 the demands of the playing level.
16
Discussion
17
The aim of this paper was to produce a substantive grounded theory of talent 18 development and career transitions in female soccer. A unique feature of this study was that 19 we examined the dual career experiences of those who did not make it to the highest level of Coaches in this study demonstrated an "it is what they do with a ball that is 9 important" attitude. We interpreted this coach philosophy as a contributing factor in the by allowing the 'high performers' to miss training or games when coaches or players deemed 13 it unnecessary for them to attend, a series of events occurred. The coaches were thwarting the 14 players' psychological need for relatedness by indirectly encouraging them to remove 15 themselves from the group, thwarting the need for autonomy by telling the players not to 16 attend, and thwarting the need for competence by begetting a perception that players could 17 not develop through training or games any more. Conversely, in the 'low performers', their 18 need for relatedness appears thwarted by being distanced from significant members of the 19 group that could have been a learning asset or role model (i.e., the 'high performers'), their 20 need for autonomy was thwarted by feeling they were not afforded the same freedom of 21 choice and the perceived incongruent disciplinary sanctions that were placed on them should 22 they miss training or games, and their need for competence was thwarted by the sense that Further negative social interactions occurred with soccer peers. These typically 3 happened when players subjectively (e.g., I think they're better than me) or objectively (e.g., Coach level data suggested that it was often difficult to fully integrate all players in 13 training sessions due to organisational stressors (e.g., lack of resources) and the range of The CPF offers that learning is intimately related to the information available to the performers could develop. Intuitively, we contend that enhancing this capacity to learn may 10 also enhance both soccer and education success, given that recent literature found some 11 student-athletes to be determined to pursue both their education and sport, explaining that The impact of social competence on talent development on career transitions is not a 4 new phenomenon and has previously been shown to be related to dropout from male youth 5 soccer (e.g., Ommundsen & Valgum, 1991) . However, little is known about how social 6 competence can be developed in female soccer players to facilitate dual careers. Therefore, 7 we suggest that a player education programme centered on the development of social 8 competence may serve to increase the chance of successful junior to senior career transitions.
9
We would however echo that those working with mid-adolescent female soccer players must 
Applied implications
13
Based on the propositions of the grounded theory, four prominent applied 14 implications have emerged from this study. First; we have been mindful through this paper to 15 avoid communicating a message that soccer is more important than education. However, we 16 do suggest that the two should mutually co-exist from an early age in aspiring female soccer Second; role strain emerged as a central threat to career transitions in female soccer. 13 We recommend the development of player education programmes or workshops that aid 14 players in managing the impact of role strain, through effective role-strain management 15 strategies. Moreover, given that part of the role strain was founded on the players' inability 16 to make independent informed decisions that would benefit their soccer talent development Third, educational programmes aimed at helping coaches, parents and teachers better 21 understand dual careers in female youth soccer players would be a worthwhile future 22 direction. We contend that these social agents have unintentionally collaboratively 23 contributed to the players' crisis transitions (Stambulova, 2003) by fostering an environment 24 whereby by the player has perceived a mismatch between their available resources and the demands of their within-career transition. This is particularly important for those working 1 with talented female soccer players in the 14-18 age range as it appears this age range is 2 where a player's multiple social identities demonstrate the greatest conflict. Further, we 3 suggest that such education programmes adopt a family-systems approach whereby delivery 4 is player-centred whilst also being coach, parent and teacher supported. This will allow 5 players, coaches, parents and teachers to understand their interactions with each other, as well 
Limitations
18
The first limitation of our study was the absence of parent data. Without this, we are 
Concluding remarks
12
To our knowledge this is the first study that has adopted a combined grounded theory 
